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Abstract
This study investigated the perceptions of 60 regular education teachers (30
elementary school and 30 high school) about having a student with emotional/behavioral
disorders in their classroom. The teachers responded to 19 questions concerning the
student's academic and behavioral performance using a 4-point Likert scale. The results
of the study were analyzed by calculating a mean and standard deviation for each of the
19 questions. In addition, t-tests were used to determine if significant differences existed
between the two groups of teachers and their responses to each of the questions.
Correlation coefficients were computed between the 19 questions and the teacher's
teaching experience, the percent of students with emotional/behavioral disorders in the
teacher's class, and whether or not the teacher had previous experience with students with
emotional/behavioral disorders before this year. A number of significant differences
were found between the two groups of teacher responses and questions from the academic
and behavioral portions of the survey. Significant differences also existed between the
two groups of teacher responses and question ten which stated "the student avoids
fighting".
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Regular Education Teachers' Perceptions About Having A
Student with Emotional/Behavioral Disorders in Their Classroom
Children who exhibit behavioral and or emotional difficulties can be classified
under Public Law 94-142 guidelines into the category seriously emotionally disturbed
(SED) or behaviorally disordered (BD) (Slate & Saudargas, 1986). Children labeled as
seriously emotionally disturbed or behaviorally disordered show extensive aggressive,
disruptive, and antisocial behavior. These children also show social rejection by peers
and depression. In addition, these students have below average intelligence and
inadequate academic achievement (Cullinan, Epstein, & Sabornie, 1992). Similarly,
Valdes, Williamson, and Wagner (1990) found numerous characteristics in their
nationally representative sample of children with emotional/behavioral disorders aged 15
and older. Among their subjects, 25% were Black, 6% were Hispanic, and 67% were
white. In addition, 39% originated from urban areas, 34% from suburban areas, and 26%
from rural areas; and 44% lived in single-parent households. The mean IQ level was
86, with about half of the sample scoring between 71 and 90. Sixty-one percent had
begun receiving special education services by age 12, and half of the students' time was
spent in regular education classes. Half of the students were enrolled in vocational
education programs and 70% had received personal counseling or therapy at some point
in their life.
As noted earlier, students with behavioral disorders are often characterized by
high rates of aggressive ,Kt? and other behaviors that their peers and adults find extremely
aversive (McManus & Kauffm.,,}, 1991). Most students with emotional/behavioral
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disorders (EB/D) are aware that they have been identified as having difficulties that set
them apart from their peers. Most would prefer to eliminate attention to their personal
difficulties by remaining unidentified within their peer group (Braaten, Kauffman,
Braaten, Polsgrove, & Nelson, 1988). These students also want their difficulties treated
as privately as possible. A special class setting may be a more private setting for working
out personal problems than a regular class, in which students are already identified and
special procedures heighten the visibility of their differences. Overall, children with
emotional/behavioral disorders exhibit many of the following classroom behaviors. They
disrupt other children and are compulsive in their behaviors and actions. These students
also do not complete required work and are destructive to their own and other's
belongings. Students with EB/D do not follow commands from authority figures and
exhibit inappropriate behaviors. They are often unhappy, depressed, or undependable,
and many exhibit poor interpersonal relationships (Slate & Saudargas, 1986). Children
with EB/D are among the most difficult students to include in a regular classroom.

Inclusion of Students with Emotional/Behavioral Disorders
Inclusion is very difficult to understand because there is no one single definition
for "full inclusion" or simply "inclusion". According to Stainback, Stainback, and
Jackson (1990) inclusive classrooms are based on a philosophy that all children belong
and can learn in the regular classroom. The rules in these inclusive classrooms reflect
fair and equal treatment for all children. The curriculum in these classrooms is adapted
for each child. In addition, these inclusive classrooms should provide services and
support for each child within th, •. y}assroom.

'�·

At the extreme, advocates are calling for
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the elimination of the current special education service delivery model and its
replacement with a model that provides services for all students within general education
settings. Fuchs and Fuchs (1994) stated that the primary objective of the regular
education initiative (REI) was to educate larger numbers of students having "higher
incidence" disabilities (e.g. learning disabilities, behavioral/emotional disorders) in
general education settings and thereby increase academic achievement.
Students with emotional/behavioral disorders present "salient challenges to the
current inclusion movements, in particular, the ability of the general education
environment to teach and shape prosocial behavior adequately" ( Lewis, Chard, & Scott,
1994, p.278). In order to comply with federal law and assure each student with
emotional/behavioral disorders (EB/D) their protected rights, placement decisions must
be individualized and based on the full continuum of alternative placements. Placement
decisions must also be consistent with the principles of the least restrictive environment
and provide an appropriate educational program (Lewis et al., 1994). According to the
15th Annual Report to Congress on the Implementation of the Individuals with
Disabilities Education Act (U.S. Department of Education, 1993), the proportion of
students with EB/D who continue to receive their education in categorical placements is
higher than students of any other disability category.
The Department of Education recognizes that some children with disabilities
cannot be appropriately placed in general education classrooms. One of the primary
objectives of the full inclusion movement is to place all children and youth with
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disabilities within general education classrooms to increase social competence and foster
positive peer and teacher relationships. However, by definition, these are the very areas
in which students with EB/D have the greatest difficulty. Social and behavioral
difficulties of students with EB/D are manifested across a spectrum from those displaying
high rates of inappropriate social behavior ( i.e. externalizers) to those displaying
significantly low rates of social behaviors (i.e. internalizers) (Lewis et al., 1994).
Placement of students with EB/D among their nondisabled peers (i.e. mainstreaming),
thereby setting the occasion for identified students to learn appropriate social skills
through appropriate peer models, failed to increase social competence for students with
EB/D or their acceptance by their nondisabled peers (Lewis et al., 1994).
Given that students with EB/D often fail to demonstrate positive social skills
following placement in the mainstream, advocates of full inclusion point out that social
skill instruction also should be provided to meet the objective of increased social
competence (Lewis et al., 1994). The failure to teach social skills proactively, especially
to students who are at-risk or with EB/D, has extreme implications which may lead to
further academic and social difficulties. Surveys by Lewis et al. (1994) showed that
secondary aged students with EB/D ranked interpersonal relationship skills as more
important and more desirable than interactions with adults or compliance with school
demands. This indicates that students with EB/D desire to engage in necessary skills to
increase peer acceptance. However, without direct intervention, students with EB/D will
probably remain less skilled than peers in displaying behavioral patterns that lead to peer
acceptance.
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Another important aspect of successful inclusion of students with EB/D is teacher
attitudes. Research shows that teachers do not judge students based on peer interactions,
but they do value behavioral compliance with classroom rules and teacher directions
(Lewis et al., 1994). Downing, Simpson, and Myles (1990) surveyed special and
general education teachers and found that students with EB/D, especially those who
exhibit noncompliant acting-out behavior, would have difficulty ineeting the behavioral
expectations in most general education classes. For example, while special education
teachers reported that 76% of targeted students with EB/D avoid swearing in the special
education class, general education teachers reported that none of the same sample
avoided swearing in the mainstream setting.
Overall, there are many questions as to whether or not inclusion is appropriate for
students with EB/D. These students present particular problems because their
characteristics demand additional instructional resources, including specially trained staff
to manage extremely disruptive and dangerous behavior (Braaten et al., 1988). As noted
in federal regulations, "where a child with EB/D is so disruptive in a regular classroom
that the education of the other students is significantly impaired, the needs of the child
with EB/D cannot be met in that environment" (Braaten et al., 1988, p. 29).

Therefore,

regular education placement would not always be appropriate for meeting the needs of the
child with EB/D (Braaten et al., 1988). Regular education placement is a big step for
many students with disabilities. These students may encounter expectations by their
regular education teacher that they never encountered with their special education teacher.
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Teacher Expectations of Students
Teachers' expectations for classroom conduct and their tolerance for misbehavior
may be critical factors in the success or failure of attempts to integrate students with
disabilities (e.g. learning disabilities, emotional/behavioral disorders, and mental
retardation) into general education classrooms (Kauffman, Lloyd, & McGeek, 1989).
Teachers are unlikely to accept and work successfully with students who chronically fail
to confo1m to their standards of teachability or tolerability (Kauffman et al., 1989). In
addition, teacher attitudes and beliefs may determine their willingness to use
technical assistance. Teachers have been found to view the following behaviors as most
critical for classroom success: control, discipline, achievement, and compliance with
teacher directives. The teachers tended to rate the following behaviors as unacceptable:
stealing, self-injury, physical aggression, and inappropriate sexual behavior (Kauffman,
1989).
Teachers who differed in their willingness to assume responsibility for behavior
problems had different attitudes toward accepting students with EB/D (Kauffman, 1989).
This is especially true since students with EB/D are viewed by many teachers as most
difficult to teach, least likable, and as having complex needs (Zabel, 1991). Zabel (1991)
noted that an important issue regarding effective teachers of students with EB/D is
whether or not they must employ instructional and management strategies that are
significantly different than those used by effective teachers of nonidentified students.
Teachers' belief systems determine the standards they maintain for students, the behaviors
they will tolerate, and their approaches to instruction and management (Zabel, 1991).
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An awareness ofthe expectations and standards ofregular educators allows
a special educator to teach behaviors that will be reinforced in the mainstream (Kerr &
Zigmond, 1986). In cases where special education students are preparing to return to
mainstream regular classes, the special educator typically assumes responsibility for
selecting the target behaviors on which to focus training efforts (Ken· & Zigmond, 1986).
Regular education teachers' expectations include: rule following, listening to the teacher,
complying with teacher requests, completing in-class assignments, producing work of
acceptable quality given the child's skill level, and exhibiting self-control (Kerr &
Zigmond, 1986). Regular educators are more rigorous than special educators in their
expectations and standards for classroom behavior. Regular educators feel it necessary
that students with EB/D are prepared to handle somewhat "tougher" standards for
behavior once they are mainstreamed (Kerr & Zigmond, 1986).
When compared with their nondisabled peers, students with EB/D possess a
variety ofnonacademic deficits like inattention, inappropriate peer interactions, and
social withdrawal and inadequacy (Downing, Simpson, & Myles, 1990). Some
consequences ofthese deficits include peer acceptance problems and regular educator
biases concerning mainstreamed special education students. Regular educators'
perceptions ofstudents with EB/D in mainstrea_med settings have frequently been shown
to be negative (Downing et al., 1990). Overall, teacher expectations are very important
and teachers who are unprepared to deal with noncompliance often respond by lowering
their expectations.
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In addition to the importance of teacher expectations is the importance of
teacher tolerance. Walker and McConnell (1988) researched standards and tolerance
levels of teachers in order to detennine factors that constitute a good match between
teachers and students with EB/D. One such factor was modifying the student's behavior
to match the teacher's standards and tolerance levels. Another strategy was placing the
student with a teacher whose standards and tolerance levels the students can meet. A
third factor was modifying the teacher's standards and tolerance levels to match the
student's behavior. More effective teachers of students with EB/D are those who can
readily bring a student's behavior into line with the teacher's standards and tolerance. The
teachers are also less demanding and more tolerant of the kinds of behavior most teachers
find unacceptable. In addition, the teachers will readily modify their standards to meet
the students' needs.
Safran and Safran (1987) found that when dealing with problem behaviors,
regular educators are less tolerant than special educators. Most regular classroom
teachers expect independent and task-oriented behavior from their students. They also
find disruptive and authority-threatening behavior most unacceptable. Also, most
special education teachers have lower standards and higher tolerance levels for
misbehavior than most general education teachers (Safran & Safran, 1987). Gerstein,
Walker, and Darch (1988) found that teachers who used more effective instructional
procedures were less tolerant of students' behavioral excesses and deficits and expressed
less willingness to accept difficult to teach students in their classrooms (Braaten et al.,
1988). Overall, regular educators must understand that successful mainstreaming of
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students with EB/D is based on the application of individualized programs and the use of
structured routines (Downing et al., 1990). The successful mainstreaming of students
with EB/D is also dependent on the teacher andhis/her knowledge of the coercive
behaviors and interactions these students may exhibit.

Coercive Interactions and Students with Emotional/Behavioral Disorders
Patterson and Reid (1970) indicated that coercive interactions occur when
"aversive behavior is emitted by one of the interactants, possibly to escape the interaction
(negative reinforcement) or to gain something (positive reinforcement)" (p. 142).

If the

response is successful in gaining the effect, then the interaction has produced a positive
reinforcer for one interactant while producing a negative reinforcer for the other.
Sidman (1989) stated that most students often engage in school-related behavior
that is characteristic of the side effects of coercion including escape behavior, avoidance
behavior, and countercontrol behavior. Students with EB/D often engage in social
coercive exchanges. In fact, their coercive social behavior often provides the motive for
placement in special education (Shores, Gunter, & Jack, 1993). It is possible that when
students engage in coercive behavior, teachers will respond with coercive behavior. If the
aversive controls of the teacher are effective in controlling student behavior, then the
students are more likely to comply with the next teacher demand (Shores et al., 1993).
On the other hand, if the students are successful in gaining their desired effect (e.g.
escape or avoidance or gaining positive reinforcement) they are likely to continue to
engage in their coercive behavior under similar circumstances.
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Non-compliant behaviors by students with EB/Dare likely to lead to
physical confrontation between teachers and students. When the students do not comply
with the teacher's commands, the teacher increases the intensity of his/her commands.
The students replies with countercontrol responses by increasing their aversive behavior
which often leads to a physical confrontation between the teachers and the students
(Shores et al., 1993). Teacher attention, both positive and negative, serves as
reinforcement for both appropriate and inappropriate student behavior in the classroom
(Shores et al., 1993). In addition, teachers are more likely to interact with a student when
she/he displays inappropriate behavior than when she/he engages in appropriate behavior
(Shores et al., 1993). As these students get reinforced, they also become better
manipulators which leads to more coercive interactions. As children learn to be more
coercive, they are more difficult to discipline.
Behaviors characteristic of coercion are consistent with those being least
tolerable to teachers ( e.g. failure to follow classroom rules, aggression, and failure to
comply with teacher commands) (Landrum, 1992). The coercion dilemma that teachers
face is extremely evident in regular education classrooms where the teacher must deal
with 20 or more students at a time, or with students already skilled at coercive behaviors.
In such situations, teachers may be compelled to give in to this coercive behavior rather
than to disrupt the flow of an established classroom routine to deal with a single student's
misbehavior (Landrum, 1992). This is exactly what the student wants when she/he
becomes overwhelmed with work or the level of difficulty increases. The coercive
student will display inappropriate behavior in order to get out of the class.
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Shores et al. (1992) stated that in order to decrease the probability of coercive
interactions, classroom management strategies may be used. One strategy is rules.
Classroom rules serve to regulate behavior by clearly defining the expectations of
students' behavior in the classroom and by clarifying the consequences of the behaviors.
Another strategy is classroom arrangement. Researchers highly recommend to use
individual study cubicles and small group instruction when working with students with
EB/D (Shores et al., 1992).

In addition, greater distance or space between students

appears to decrease inappropriate behavior and increase teacher responsiveness. A final
strategy is movement patterns. Many authors have suggested that the teacher's movement
in the class positively affects the behaviors of the students. (Shores et al., 1992).

The

teacher's movement pattern must allow the teacher to be as close to each student as often
as possible. Overall, coercive interactions can become very serious if left unnoticed.
Teachers possess the ability to control the students in their classrooms. The more these
teachers do to maintain control in their classroom, the better the behavior of their students
will be. A teacher's tolerance level of behaviors plays a role in his/her acceptance of a
student with EB/D in the classroom.
Teacher Perceptions of Inclusion
Teachers stated that for inclusion to be successful, teachers need support such as
staff training and classroom implementation strategies (Jansen, Wilgosh, & McDonald,
1995). Myles and Simpson (1989) found that involvement of the regular education
teacher in planning and implementation was a major factor in the teacher's willingness to
accept students with disabilities into his/her classroom. Many teachers believe that
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integration has positive effects for both the regular education students and the students
with disabilities. Jansen et al.(1995) interviewed six regular education teachers to obtain
their perceptions on inclusion of students with disabilities. Jansen et al. (1995) found that
many regular educators are hesitant toward having students with disabilities in their
classrooms. One reason for this is because these regular educators are not as confident as
special educators in their ability to handle the behaviors of students with disabilities.
Teachers expressed their difficulty and frustration with student behaviors such as
violence and aggression (e.g. biting and hitting) and those that were immature,
manipulative, temperamental, and irritating to other students (Jansen et al., 1995). Time
out was used as a management strategy for aggressive or disruptive behavior. Although
the teachers had some dissatisfaction regarding the inclusion of students with disabilities,
the teachers also found some benefits of inclusion.
All of the six teachers in the study saw improvement in self-esteem and social
interactions of the students with disabilities. The teachers also saw a reduction in
inappropriate behaviors (Jansen et al., 1995). The teachers reported that they had to
adapt the curriculum to meet the needs of the student with disabilities. The teachers
believed that students with disabilities should participate in everything their peers do
even if the instruction or assignment had to be adapted for the student's needs (Jansen et
al., 1995). The teachers also suggested inclusion was a benefit to nondisabled peers
because it allowed them to become more tolerant and patient with other students'
behaviors (Jansen et al., 1995). The teachers believed that, overall inclusion was a
benefit to students with disabilities. When integrated in a regular classroom, the students
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with disabilities demonstrated growth and a sense of belonging (Jansen et al., 1995).
Teachers stated that inclusion had many benefits, but it also caused them many fears and
much anxiety.
Teachers' fears of inclusion related to the need for support and the experience of
having to work with an assistant. In addition, the teachers' experienced inconsistent
school board policies and IEP's. One of the biggest fears reported by the six teachers was
not having enough instructional knowledge (Jansen et al., 1995). The teachers felt that
two special education courses in college were not enough to teach students with
disabilities. All of the teachers in the study agreed that many of their days were "tough".
The teachers also agreed that they had many reservations whether or not the integration of
students with disabilities would work (Jansen et al., 1995). Three of the six teachers
believed that regular classroom teachers should have the option to have students with
disabilities in their classrooms. In addition, the teachers felt that other regular education
teachers, who might be subject to inclusion in their own classrooms, should be aware that
the performance of students with disabilities might be small (Jansen et al., 1995).
Finally, each student with disabilities should have individualized goals with curricula
adapted specifically for the student (Jansen et al., 1995).
The six teachers in the study initially felt inadequate to adapt the curriculum for
the student with disabilities. The teachers believed that successful inclusion is based on
the fact that all students can learn and, therefore, belong in the regular education
classroom (Jansen et al., 1995). However, these teachers also mentioned the option of

Teacher perceptions 21
removing students with disabilities from the regular classroom. This would be done only
when necessary for individual instruction or behavioral intervention (Jansen et al., 1995).
Overall, the experiences of these six teachers indicated that willing teachers can make
the classroom a reasonable learning environment for all students (Jansen et al., 1995).
Statement of Purpose
Students with emotional/behavioral disorders (EB/D) show diverse
problems including extensive aggressive, disruptive, and antisocial behaviors; social
rejection by peers, high levels of depression characteristics, below average intelligence,
and inadequate academic achievement (Cullinan et al., 1992). In addition, these students
are threatened when around their nonhandicapped peers. Students with EB/Dhave
strong feelings of inadequacy and low self-esteem and their disruptive or aggressive
behaviors often leave educators wondering if inclusion is possible.
Regular education teachers find the following behaviors most critical in their
classrooms: self-control, discipline, achievement, and compliance with teacher
commands (Kauffman et al., 1989). These teachers rate the following behaviors as
unacceptable in their classroom: stealing, self-injury, physical aggression, and
inappropriate sexual behavior (Kauffman et al., 1989). According to Shores et al. (1993)
regular education teachers have a low tolerance for aggressive and inappropriate
behaviors, yet students with EB/Dare coercive and often draw the teacher's attention,
resulting in removal from the mainstream classroom.
Many regular education teachers question whether or not inclusion will work for
students with disabilities, especially those who exhibit aggressive behaviors. Many of
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these teachers are hesitant in having a student with disabilities in their class because they
do not feel confident in their ability to teach students with disabilities. (Jansen et al.,
1995). There has been little research conducted on teacher perceptions on having
students with EB/D in their classrooms. Therefore, the purpose of this study is to
determine the perceptions of regular education teachers at the elementary and high school
levels regarding the inclusion of students with emotional/behavioral disorders in their
classrooms.
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Method
Subjects
The subjects in this study were regular education teachers who had at least one
student with emotional/behavioral disorders in their classroom. Subjects included 30
regular education teachers from elementary schools and 30 regular education teachers
from high schools.

Instrument

The first part of the survey included demographic information. The second part of

the survey was the actual rating of students' performance. This part was divided into two
categories: academics and behavioral performance. A 4 point Likert Scale, ranging from
strongly disagree to strongly agree, was used to rate teacher perceptions regarding having
students with emotional/behavioral disorders in their classroom. A high number on the
Likert Scale represented a positive perception of the student with EB/D. (See Appendix
A for the letter sent to school divisions. See Appendix B for a copy of the survey. See
Appendix C for the letter sent to school principals. See Appendix D for the letter sent to
teachers.)

Procedure
The researcher randomly selected forty percent (i.e., 55) of the school divisions in
Virginia to survey. A letter was mailed to the superintendent of the selected 40% of the
school divisions informing them of the purpose of the study. The letter also ensured the
school divisions total confidentiality, in that no names of specific school districts,
individual schools, or individual teachers would be used. A copy of the survey was
included for the school divisions to review in order to determine whether or not
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permission would be given to conduct the research. Once permission was received from
the different school divisions, the researcher mailed letters and surveys to selected
elementary schools and high schools in each school district. A letter was either
addressed to the principal or the special education director of the elementary or high
school and explained the purpose of the study. The letter also ensured total
confidentiality. The letter stated that no names of specific schools or teachers would be
used. The principal or special education director was then asked to identify regular
education teachers within their school, who had at least one student with
emotional/behavioral disorders in their classrooms, and to distribute the enclosed cover
letters and surveys to them. The enclosed letters for the teachers explained the purpose
of the study, ensured them total confidentiality, and informed them that the surveys will
be destroyed upon completion of the study. Surveys were attached to the letters for the
teachers. The teachers were asked to complete this survey and mail it directly back to the
researcher in the stamped, self-addressed envelope within 7 days. After seven days, a
follow-up post card was mailed out to the selected school to remind them of the survey.
Data Analysis
The responses for each of the 19 questions answered by the teachers from the
elementary school (Group 1) were added and the same was done for the teachers from the
high school (Group 2). After adding all the responses for each question, means and
standard deviations were calculated for each of the 19 questions. This was done for both
groups of teachers. Once the means and standard deviations were calculated, a t-test was
computed to determine if differences existed between the respones of the two groups of
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teachers and the 19 questions on the survey. The researcher also determined if
correlations existed between the 19 items on the survey and three variables. These
variables include: the teacher's overall teaching experience, the percent of students with
EB/D in the classroom, and whether or not the teacher had previous experience with
students with EB/D. Descriptive statistics were used for the demographic information.
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Results
Forty percent (i.e., 55) of the school divisions in Virginia were contacted;
however, only 10% gave permission. Thirty surveys were mailed to elementary school
teachers and 30 surveys were sent to high school teachers. Of the 60 surveys sent, all
were returned, for a 100% response rate.
Demographics
Fifty percent of the subjects were elementary school teachers and the other 50%
were high school teachers. The 60 subjects were from rural, urban, and suburban areas
(See Figure 1). In addition, 48.3% of the 60 subjects reported having a workshop or
inservice training regarding students with emotional/behavioral disorders. Surprisingly,
51.7% of the subjects reported never having a workshop or inservice training regarding
these students. The subjects were also asked whether or not they had previous experience
with students with emotional/behavioral disorders (See Figure 2 ). The mean years of
overall teaching experience was 13.6 years, with a range of two to 32 years. The mean
percent of students with emotional/behavioral disorders in the teachers' classes was
12.32%, with 2% being the minimum and 42% being the maximum. In addition, the
average years of teaching experience with students with emotional/behavioral disorders
was 6.6 years, with O years being the minimum and 21 years being the maximum.

Data Analysis
Means and standard deviations were calculated for each of the eight questions
from the academic section of the survey. These calculations were computed for both the
elementary school teachers and the high school teachers. In addition, t-tests were
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conducted in order to examine if significant differences existed between the two groups
of teachers for the different questions. A level of .05 was used to determine significant
differences.
A significant difference was found between the elementary school teachers'
responses and the high school teachers' responses on question one. This question stated
"the student has good work habits".· The elementary school teachers' overall mean was
1.8 and the high school teachers' overall mean was 2.2 (t= -2.13, p<.05) (See Table 1). A
significant difference was also found between the two groups of teacher responses on
question two (i.e., "The student does in class assignments as directed"). The elementary
school teachers' overall mean was 1.9 and the high school teachers' overall mean was 2.3
(t = -2.02, p<.05) (See Table 2). In addition, a significant difference was also found
between the two groups of teacher responses on question three regarding students
working independently. The elementary school teachers' overall mean was 1.7 and the
high school teachers' overall mean was 2.1 (t = -2.14, p<.05) (See Table 3). The
remaining five questions on the academic part of the survey were found not to be
significant. See Table 6 for the means for these five questions.
The researcher also determined if a correlation existed between the eight questions
on the academic section of the survey and the following three variables: the teachers'
years of experience, the percent of students with EB/D in the classroom, and whether or
not the teacher had previous experience with students with EB/D. A significant negative
correlation was found between the question concerning the student following written
instructions and the percent of EB/D students in the classroom (See Table 4).

Teacher perceptions 28
Means, standard deviations, and t-tests were calculated for each of the 11
questions from the behavior section of the survey. Of the 11 questions on the behavior
section, only question two was found to be significant. This significant difference was
between the elementary school teachers' and the high school teachers' responses and
whether or not the student avoids fighting. The elementary school teachers' overall mean
was 2.1 and the high school teachers' overall mean was 2.6 (t = -2.39, p<.05) (See Table
5). The remaining ten questions were found not to be significant. (See Table 6 for these
means).
Correlation coefficients were also computed between the 11 questions from the
behavior section of the survey and three variables: the teachers' years of teaching
experience, the percent of students with EB/D in the classroom, and whether or not the
teacher had previous experience with students with EB/D.

Many significant negative

correlations were found on this section of the survey (See Table 4). The correlations
were considered significant at the .05 criteria level. Significant negative correlations
were found between the percent of students with emotional/behavioral disorders in a
classroom and questions two and three, which stated "the student avoids fighting" and
"the student avoids swearing", respectively. This means that in a classroom with a high
percentage of students with emotional/behavioral disorders, the teacher was more likely
to believe the student with EB/D would fight and swear. Whereas, in a classroom with a
low percentage of students with EB/D, the teacher was more likely to believe the student
with EB/D would avoid fighting and swearing.
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Significant negative correlations were also found between the percent of
students with EB/D in a classroom and the following two questions: "the student interacts
appropriately with peers" and "the student interacts appropriately with teacher".
Apparently, in a classroom with a high percentage of students with EB/D, the teacher
believed the students with EB/D would not interact appropriately with peers and with the
teacher. Conversely, in a classroom with a low percentage of students with EB/D, the
. teacher believed the students with EB/D would interact appropriately with both peers and
the teacher. Two more significant negative correlations were found between the percent
of students with EB/D in a classroom and the questions concerning "the student obeys
class rules" and "the student tells the truth". This means that in a classroom with a high
percentage of students with emotional/behavioral disorders the teacher believed the
students with EB/D were less likely to obey class rules and to tell the truth when
compared to a classroom with a low percentage of EB/D students.
Significant negative correlations were also found between the percent of students
with EB/D in a classroom and the questions concerning "the student expresses anger
appropriately" and "the student complies with teacher commands". In a classroom with a
high percentage of students with EB/D the teacher believed the students with EB/D were
less likely to express anger appropriately and comply with teacher commands. Whereas,
in a classroom with a low percentage of students with EB/D, the teacher believed the
students with EB/D were more likely to express anger appropriately and comply with
teacher commands.
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Overall, elementary school teachers rated students with EB/D lower than the
high school teachers. In general, the high school teachers rated the students with EB/D
higher than did the elementary school teachers on every question on the survey except for
questions nine and 11. Question nine stated "the student attends class regularly" and
question 11 stated "the student avoids swearing". Although the high school teachers
ratings were higher than the elementary school teachers, both sets of teachers still
disagreed or strongly disagreed with just about every question on the survey.
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Discussion
Based on overall means, both the elementary school teachers and the high school
teachers reported that the students with EB/D do not have good work habits and do not
interact appropriately with their peers. In addition, both groups of teachers reported that
students with EB/D do not avoid fighting and do not comply with teacher commands.
The findings from this study are consistent with previous research done by Landrum
(1992). According to Landrum (1992), failure to follow classroom rules, aggression, and
failure to comply with teacher commands are behaviors that are least tolerated by
teachers. In addition, Safran and Safran (1987) found that most regular education
teachers expect independent and task-oriented behavior from their students. They also
found disruptive and authority-threatening behavior most unacceptable. The results from
the present study are also consistent with the findings of Safran and Safran (1987).
In addition, a teacher included an antedate on his/her survey that was consistent
with a study conducted by Zabel (1991). Apparently, students with emotional/behavioral
disorders are viewed by many teachers as most difficult to teach, least likable, and having
complex needs. This teacher's story began, "In my opinion, we've got to treat students
with EB/D realistically, as normal students. If they can't function in a 'normal' school/life
environment, they should not be there! The following is a true account that happened
about two weeks ago. An EB/D teacher, an old friend of mine, was about to enter the
principal's office to defend one of her students who had 'gone off (an emotional tirade,
cursing a teacher who had.dared to attempt to discipline this boy for misconduct in the
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halls). Her remark to me was along the lines of 'Why can't teachers leave 'my boy' alone
and not put his back up against a wall- to where he reacts emotionally and badly?!' To
this friend I responded 'How many fights have..Yill..Ibroken up? Is a cop [read-teacher]
supposed to give special consideration to certain lawbreakers? She's over being mad at
me now; maybe nmY she's more realistic." This whole story illustrates how strongly
some regular education teachers feel about students with emotional/behavioral disorders.
The present study found that high school teachers rated the students with EB/D higher on
every question on the survey except for two. The first question concerned "the student
attends class regularly" and the other question stated "the student avoids swearing". A
possible explanation of this finding could be due to the fact that the elementary teachers
have the same students in their classes all day. This is not true for most high school
teachers who have a different set of students in each class period. This could possibly
make the elementary teachers less patient with these students when compared with high
school teachers. An explanation for the higher ratings by the elementary school teachers
on the two questions mentioned earlier could be due to the fact that the students are in the
lower grades. Most elementary school students do attend school regularly and they do
avoid swearing when compared to high school students.
One inconsistency was illustrated by comments written by a teacher on the
survey. The comments began, "most EB/D students I have taught in class behave better
than some regular education students. This is because the EB/D students have learned to
control themselves and know that they will be contained if they don't. The EB/D student
I have in one of my classes is an ABSOLUTEjoy.. .I think of him as the class LEADER."
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These comments were not consistent with previous research, especially that done by Slate
and Saudargas (1986). These two researchers found students with EB/D are compulsive
and out of control. A possible explanation for the comment this teacher made could be
that the student with EB/D was in a self-contained classroom and had to learn to control
himself in order to be mainstreamed. Therefore, this student would continue to
strive to control himself so that he could remain in the mainstreamed setting. These
comments were the only results inconsistent with previous research.
Several limitations must be noted for this study. One limitation was the small
sample size. Another limitation was that the results are only useful for the 14 school
divisions that participated. In addition, the survey itself was a limitation. The
questionnaire was not a standardized instrument so the validity and reliability are also
questionable. Finally, the researcher had to assume that the questions on the survey were
answered honestly.
Future research should include a larger sample size. In addition, future research
might include more questions geared toward how the teacher feels about having students
with emotional/behavioral disorders in his/her classroom. A survey including both
special education teachers of students with emotional/behavioral disorders and regular
education teachers would also enable a comparison between the responses made by these
two groups.
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Appendix A
Letter Sent to School Divisions
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School Division's Address

Box 841
Longwood College
Farmville, VA 23909

Dear Superintendent,
I am a graduate student at Longwood College in Farmville, Virginia. I am
working towards a Master of Science degree in Special Education. In order to finish my
graduate work, I must complete a thesis.
I am interested in the perceptions that elementary and high school regular
education teachers hold about having a student with emotional/behavioral disorders in
their classrooms. The research involves a short questionnaire on which teachers must
rate their overall perceptions of students with emotional/behavioral disorders based on
their experiences with these students. The survey will take no more than 5 minutes to
complete.
I am requesting permission to use your school division in my research and I have
two statements at the bottom of this letter. I ask that you check the appropriate statement
whether or not you give me permission to use your school division in my research. If
permission is granted, I ask that you send me a list of elementary and high schools within
your school division that have programs for students with emotional/behavioral disorders
so I will know where to mail my surveys. I have also included a copy of the survey. In
the interest of confidentiality, I would like principals to distribute the surveys to the
regular education teachers who have at least one student with emotional/behavioral
disorders in their classrooms. The teachers will be instructed to complete the survey and
mail it directly back to me in the stamped, self-addressed envelope provided. In
addition, I assure you that no names of school divisions, individual schools, or individual
teachers will be used. In conclusion, please check one of the two statements below and
return this letter to me within 7 days. If this is not the appropriate office for this type of
decision, I ask that you pass it on to the correct office.
Thank you for your time and consideration.

Sincerely,
Kimberly Mason

__ I grant Kimberly Mason permission to use my school division in her research.
Please include a list of elementary and high schools that have programs for
students with emotional/behavioral disorders.
__ I do not grant Kimberly Mason permission to use my school division in her
research.
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Appendix B
Copy of Survey
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Teacher Perceptions On Having Students with Emotional/Behavioral Disorders
In Their Classrooms
I. Demographic Information
(1) I teach elementary school -----( specify grade)
(2) I teach high school
(specify grade)
(1) I teach in a rural area
2. Check one of the following:
(2) I teach in an urban area
(3) I teach in a suburban area
1. Check one of the following:

3. How long have you been teaching?
4. a. (Elementary teachers only)
How many children do you have in your homeroom class? ----How many mainstreamed students with emotional/
behavioral disorders do you currently have in your class?
b. (High school teachers only)
What subjects do you teach? (Please list) __________
What is the total number of students you see in your
classes each day?
How many mainstreamed students with emotional/
behavioral disorders do you currently see each day? _______
5. Have you ever had students with emotional/behavioral
disorders in your class( es) before this school year?
6. If you answered "yes" to the question above, for how
many years have you had student(s) with behavioral/emotional
disorders in your class(es)?
7. Have you ever received training or attended workshops for
emotional/behavioral disordered students?
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II. Please read the following descriptions and circle a number 1-4 that describes your
overall perceptions of student(s) with emotional/behavioral disorders who are
currently in your class(es). The rating is !=Strongly Disagree, 2=Disagree, 3=Agree,
and 4=Strongly Agree.
A. Academics
1 2 3 4
1. The student has good work habits
2. The student does in class assignments as directed

1 2 3 4

3. The student works independently

1 2 3 4

4. The student begins assigned tasks promptly

1 2 3 4

5. The student completes task before giving up

1 2 3 4

6. The student follows oral instructions

1 2 3 4

7. The student follows written instructions

1 2 3 4

8. The student makes good grades

1 2 3 4

B. Behaviors
1. The student attends class regularly

1 2 3 4

2. The student avoids fighting

1 2 3 4

3. The student avoids swearing

1 2 3 4

4. The student interacts appropriately with peers

1 2 3 4

5. The student interacts appropriately with teacher

1 2 3 4

6. The student obeys class rules

1 2 3 4

7. The student respects feelings of others

1 2 3 4

8. The student respects property of others

1 2 3 4

9. The student tells the truth

1 2 3 4

10. The student expresses anger appropriately

1 2 3 4

11. The student complies with teacher commands

1 2 3 4
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Appendix C
Letter to School Principals
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Principal's Name
School Address

Box 841
Longwood College
Farmville, VA 23909

Dear School Principal,
I am currently a graduate student at Longwood College in Farmville, Virginia. I
am working on a Master of Science degree in Special Education. In order to finish my
graduate work, I must complete a thesis. I have received approval from the
superintendent to use your school in conducting my research.
I am interested in the perceptions that regular elementary and high school teachers
hold about having a student with emotional/behavioral disorders in their classrooms. The
research involves a short questionnaire on which teachers must rate their overall
perceptions of students with emotional/behavioral disorders based on their experiences
with them in their classrooms. This survey will take no more than 5 minutes. After
completing the survey, the teachers will mail it directly back to me in the stamped, self
addressed envelope provided. In the interest of confidentiality, no names of individual
school divisions, individual schools, or individual teachers will be used. Copies of the
survey have been included along with a letter to the teacher informing them of the
research.. I ask that you please distribute these surveys to some of the regular education
teachers who have at least one student with emotional/behavioral disorders in their
classroom. I will need the surveys returned within 7 days.
Your cooperation is vital to me in completing my thesis and degree requirements.
Your time and effort is greatly appreciated.
Sincerely,
Kimberly Mason
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Appendix D
Letter to Teachers
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Box 841
Longwood College
Farmville, VA 23909

Dear Teacher,
I am a graduate student at Longwood College in Farmville, Virginia. I am
working towards a Master of Science degree in Special Education. In order to finish my
graduate work, I must complete a thesis.
I am interested in the perceptions that elementary and high school regular
education teachers hold about having a student(s) with emotional/behavioral disorders in
their classroom. The research involves a short questionnaire on which you, the teacher,
are to rate your overall perceptions of students with emotional/behavioral disorders based
on your experiences with these students. The survey will take no more than 5 minutes to
complete.
In order to assure confidentiality, I have had the principal distribute the surveys.
After you complete the survey, I ask that you mail it directly back to me in the stamped,
self-addressed envelope provided. I will need the survey returned within 7 days. If you
choose not to participate, I ask that you mail the uncompleted survey back to me in the
envelope provided so I can keep track of the number of surveys mailed out.
Your cooperation is vital to me in completing my thesis and degree requirements.
Your time and effort is greatly appreciated.
Sincerely,
Kimberly Mason
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Tables
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Table 1
Comparison of Elementary School Teachers and High School Teachers Perceptions
of Go od Work Habits
Group

Number

Mean

S.D.

Elementary School Teachers

30

1.77

.90

High School Teachers

30

2.20

.66

* <.05
p_

1

-2.13*
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Table 2
Comparison of Elementary School Teachers and High School Teachers Perceptions
of Completing In Class Assignments
Group

Number

Mean

S.D.

Elementary School Teachers

30

1.90

.71

High School Teachers

30

2.27

.69

*p_<.05

.t

-2.02*
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Table 3
Comparison of Elementary School Teachers and High School Teachers Perceptions
of Working Independently
Group

Number

Mean

S.D.

Elementary School Teachers

30

1.70

.79

High School Teachers

30

2.13

.78

*p_<.05

t
-2.14*
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Table 4

Relationship Between the Percent of Students with EBID in a Classroom and Items
on the Academic and Behavioral Sections of the Survey

Item
Academic Item 7
Behavioral Item 2
Behavioral Item 3
Behavioral Item 4
Behavioral Item 5
Behavioral Item 6
Behavioral Item 9
Behavioral Item 10
Behavioral Item 11
*p_<.05

.r
-.26*

-.38*

-.30*
-.28*

-.33*
-.33*

-.28*
-.33*
-.36*
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Table 5
Comparison of Elementary School Teachers and High School Teachers Perceptions
of Avoidance of Fighting
Group

Number

Mean

S.D.

Elementary School Teachers

30

2.07

.98

High School Teachers

30

2.63

.85

*p_<.05

j

-2.39*
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Table 6
Means and T-Values of Elementary and High School Teachers on the 19 Ite ms on
the Survey
Overall x
Academic Item
Academic Item
Academic Item
Academic Item
Academic Item
Academic Item
Academic Item
Academic Item

Elem. x

H.S. X

1

1
2
3
4
5
6
7
8

2.0
2.1
1.9
1.9
1.8
2.4
2.1
2.1

1.8
1.9
1.7
1.7
1.8
2.2
1.7
1.9

2.2
2.3
2.1
2.0
1.8
2.5
2.4
2.3

-2.13*
-2.02*
-2.14*
-1.31
-.16
-1.63
-3.79
-1.90

Behavioral Item 1
Behavioral Item 2
Behavioral Item 3
Behavioral Item 4
Behavioral Item 5
Behavioral Item 6
Behavioral Item 7
Behavioral Item 8
Behavioral Item 9
Behavioral Item 10
Behavioral Item 11

3.1
2.4
2.5
2.1
2.4
2.3
2.3
2.3
2.3
2.0
2.5

3.2
2.1
2.6
2.0
2.3
2.1
2.1
2.2
2.1
1.8
2.3

2.9
2.6
2.4
2.3
2.5
2.5
2.4
2.4
2.4
2.1
2.6

1.04
-2.39*
1.19
-1.32
-1.41
-1.93
-1.22
-.85
-1.59
-1.55
-1.89

*n<.05
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Figures

Figure 1: Teaching Area: Rural, Urban, Suburban
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Figure 2: Previous Experience with Students
with Emotional/Behavioral Disorders

